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Abstract
A recent trend in educational research is looking into a child's own knowledge about reading. This would
include cognitive operations such as information storage and retrieval, planning, regulating, monitoring
and evaluating (Moore, 1982). This was brought about by the return to cognitive and developmental
psychology in the 1970's when researchers were investigating how children learn to read. It was hoped
that a sequence of skills associated with successful reading could be identified. This would in turn lead to
implications for types of interventions needed in children's learning.
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A recent trend in educational research is looking
into a

child's own knowledge about reading.

This

would include cognitive operations such as information
storage and retrieval, planning, regulating, monitoring
and evaluating

(Moore, 1982).

This was brought about

by the return to cognitive and developmental psychology
in the 1970's when researchers were investigating how
children learn to read.

It was hoped that a sequence

of skills associated with successful reading could be
identified.

This would in turn lead to implications

for types of interventions needed in children's
learning.
Reading instruction is a major part of the
curriculum and a basic concern for teachers, parents
and researchers.

Comprehension research emphasizes the

strategic nature of reading and the relationship
between metacognition and performance (Brown, 1981;
Paris, Lipson, & Wixon, 1983; Pressley,
Forrest-Pressley, Elliott-Faust, & Miller, 1985; Baker

& Brown, 1984; Flavell & Wellman, 1977).

Metacognition

is a child's own knowledge of cognitive operations.
includes such information as storage and retrieval,

It
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planning, regulating, monitoring, and evaluating
{Moore, 1982).

The development of reading awareness

is important for comprehension to help foster these
operations.

This paper will look at how the role of

the teacher can provide instruction to foster this
awareness.
Reading instruction for the purpose of helping
develop a child's awareness can be dealt with in a
variety of ways. One way to foster this awareness is to
teach reading with the use of strategies that involve
teaching in a wider context {Routman,
1991).

The student is in charge of the learning and

the teacher acts as a facilitator of that learning as
the need arises.
a model.

Another way is for the teacher to be

Modeling strategic techniques helps to

facilitate awareness.

A strategic teacher

demonstrates how to think through and to apply
strategies by guiding students if problems occur during
reading and how to work their way through these
problems.

Through this the teacher helps

students become aware of their own knowledge about
various aspects of thinking {Davey, 1983).

This

awareness, also known as metacognitive knowledge, can
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then help the student determine appropriate strategies
to apply to reading.

This all leads to the goal of

helping students become independent readers and
learners.
Research on children's increased awareness about
reading and text-processing strategies was investigated
during the 1970's.

It was found in many of the studies

that effective strategies for monitoring and
constructing meaning were not used by young or
poor readers.

Research

before the 1980's was

conducted for the purpose of analyzing students'
reading strategies and did not measure metacognition
directly.

As the importance of metacognition

developed, researchers developed experimental
treatments to teach students how and when to use
various comprehension strategies (Brown, Armbruster, &
Baker, 1984).

From the research, studies have been

designed to train both teachers and students.

The

purpose was to enhance teachers' methods of instruction
and students' learning.
The issue of metacognitive knowledge in reading
has raised many questions for teachers.

Reading

instruction takes place in every classroom in some
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shape or form.
the students?

What method is the most beneficial for
Some research states that instruction

which offers training to improve reading comprehension
and monitoring strategies is most effective (Duffy,
Roehler, Meloth, Vavrus, Book, Purnam, & Wesselman,
1986).

Other researchers believe that the longer

students stay in school, the better they will become at
these behaviors (Pearson & Gallagher, 1983).

However,

there is the possibility that specific instruction can
accelerate comprehension.
The purpose of this paper is to investigate the
effectiveness of instruction dealing with
metacognition in reading comprehension of elementary
students.

This will be accomplished by taking a look

at existing research on the topic.

The studies to be

discussed span a wide range of educational issues that
address metacognitive instruction.

The paper will

begin by discussing reading instruction as it currently
exists in the classroom.

The next issue to be

discussed will be adjunct curriculum that has been
implemented in classrooms and how it affects students'
comprehension.

A more naturalistic approach to
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implementing instruction will be the focus of the third
section of the review.

Student awareness and the

influence it has on comprehension achievement will be
addressed in the fourth section.

At the close of this

paper, some conclusions will be drawn regarding the
findings of this body of research.
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REVIEW OF LITERATURE

Existential Descriptions

Instruction as it exists in schools and/or in
materials is explained by conducting existential
descriptions.

Existential descriptors explain how

reading instruction is dealt with in the
classroom.

Durkin (1978-1979) investigated how

teachers addressed reading comprehension instruction.
There were several categories of behavior that were
relevant.

These were assessment, comprehension

instruction, assignment giving, practice,
application.

and

Durkin found that only .25% of the

time was used for comprehension instruction.
Assessment, the most common behavior observed, took
17.65% of the time.

14.35% of the observed time was

used for assigned worksheets. Application was not
observed at all.
Durkin then investigated teacher manuals of the
basal reading programs used by the teachers.

She

wanted to see what the manuals directed the teachers to
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do when working with students.

The five basal reading

series that were analyzed devoted a larger percentage
of time to the direct teaching of reading comprehension
than was observed in the above study.

However, there

were still many questions for students to answer about
the selected readings and many worksheets and workbook
pages for them to complete independently.

Application

was included in the basals, but the teachers chose not
to use it.

Overall, assessment, student recall of

selection content, and practice of comprehension skills
on workbook pages seemed to dominate both manuals and
teacher practice.
A different perspective was taken when Beck and
her colleagues (Beck, McKeown, Mccaslin,
1979) investigated basal manuals.

&

Burkes,

They looked at all

the support features that were provided for the guided
reading lessons.

Their purpose was to see which

activities were genuinely helpful for students'
comprehension and which were not.

They found that

information given in the manuals to build background
knowledge was often misleading.

It could possibly lead

the students to focus on aspects unrelated to the

10

story.

The questions asked throughout the story did

not allow for a connection between story elements
and events, and instead were mainly random questions of
unrelated detail.

Also, the illustrations used in the

basal stories did not support the story line.
A study by Neilsen, Rennie, and Connell (1982)
examined

what student/teacher interactions took place

in content area reading.

In social studies classrooms

they found the emphasis on post reading questions and
helping students with written assignments.

Only 2.4%

of the time was spent on explicit instruction in
comprehension strategies.
In the above studies, all observed reading
instruction emphasized testing whether the students
retained information from the story.

The testing

occurred through teachers asking questions or through
students completing worksheets independently.

In all

these studies metacognitive strategy instruction was
never offered directly.

The intermediate grade

students would have to figure out how to use and apply
strategies on their own.

Often teachers would assume

intermediate grade students were aware of strategies
and not offer any instruction.

In contrast, other
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research with young children or beginning readers has
shown that metacognitive knowledge is often provided
for them by their teachers (Rogoff & Gardner, 1984).
Metacognitive knowledge is provided when teachers
supply enough information to complete the tasks instead
of providing instruction to facilitate independent
learning.

This allows for self-directed reading only

if the knowledge transfers to the child.

The question

is, with the type of instruction that exists, when are
students taught comprehension strategies?

Adjunct Curriculum

A major role in learning how to read is children's
awareness of their own cognitive abilities.

Growing

appreciation of the cognitive skills involved in
reading accompanies the development of reading
strategies and fluent reading (Brown, Armbruster, &
Baker, 1984).
By a certain age children are expected to be
successful at various types of reading skills (Paris,
Cross, & Lipson, 1984).

These skills include finding
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the main idea or connecting ideas from different parts
of stories.
series.

These skills are included in basal reading

Even though instruction is provided and some

children may learn how to decode words, they may not
progress enough to obtain effective comprehension
skills.

This is due to the fact that children are

given worksheets to complete rather than receiving
strategy instruction from the teacher.

Research has

shown that if children are not taught about reading
strategies, their comprehension may be limited {Paris
Meyers, 1981).

According to researchers {Paris, Cross

& Lipson, 1984 & Paris & Jacobs, 1984), one way to
overcome this problem is to implement adjunct
curriculum {instruction which is not a part of
the regular classroom-curriculum) emphasizing
strategies which result in increased comprehension
achievement.
A study conducted by Paris, Cross, & Lipson,
{1984) entitled "Informed Strategies for Learning"
{ISL) addressed the issue of implementing an adjunct
curriculum.

The purpose of this project was to test

the hypothesis that by teaching strategies, student

&
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reading comprehension would improve.

The study

included some features of direct instruction such as
focusing children's attention on the material to be
learned, generating high levels of student involvement,
and providing frequent practice and immediate feedback
as determined earlier by Duffy, Sherman, & Roehler,
(1977).

The results suggest that children can be

taught about the existence and use of reading
strategies through informed instruction.
Paris, Cross, & Lipson, (1984) used various forms
of measurement for both pretests and post tests.

They

included the comprehension subtest of the
Gates-McGinitie Reading Tests (GATES), the Paragraph
Reading subtest of the Tests of Eeading Comprehension
(TORC), and the experimenters' own versions of the
cloze procedure and error detection.

The first two

measures of reading have been proven to be reliable
sources of measurement whereas the reliability of the
latter two is questionable.

The results of this study

showed the students significantly improved their
metacognition about reading, their ability to detect
errors in text, and their ability to fill in words in a
cloze procedure.

However, there were no significant
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differences on the Gates-McGinitie Reading
Comprehension Test.
A study designed by Miller (1985) was for the
purpose of examining the degree to which selfinstructional training would influence children's
comprehension monitoring during reading.

A comparison

was made between a particular instructional procedure
to improve comprehension monitoring and explicit
provision of a monitoring standard.

A series of

directives for comprehension monitoring was taught to
children in the Specific Self-Instruction group.

They

included defining the task, designating an approach to
complete the task, evaluating the approach taken,
reinforcing the learners' effort~, and completing
the task.

These children were taught self-

verbalization strategy to promote more active
involvement when reading.

Another group consisted of

children who did not receive the instruction on a
self-verbalization strategy but were given the
same task-specific information and was called the
Didactic Instruction group.

A control group was also

present which received noninstructed exposure to the
task.
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It was found from this research that selfinstructional training increased comprehension
monitoring during oral reading.

However, this may not

have allowed for an accurate assessment of
comprehension monitoring while silent reading.

More

research is needed to examine if instruction such as
this can facilitate an increase in comprehension
monitoring performance.

Also, an assessment of the

influence of instruction on students• metacognition was
not present within this study.
An investigation of instructional techniques to
improve comprehension and comprehension monitoring was
the purpose of a study conducted by Dewitz, Carr, &
Patberg (1987).

The researchers_believed that some

students do not draw inferences spontaneously.

This

may be attributed to the inability to attend to
relevant content in the text that would allow them to
process the information.

It could also be due to

insignificant background knowledge about the topic.
Dewitz, et al. (1987) wanted to research whether

,,

J

inferential comprehension could be enhanced by building

l,
j,

background knowledge or teaching children a specific

~
it
~

strategy to develop inferential skills.

,,

(;'

~'

l~;
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The study involved four treatment groups.

There

was a cloze strategy to help students integrate prior
knowledge with text information, a structured overview
to help students organize text information, a strategy
that combined the two previous treatments, and a
control group.

Both pretests and post tests

were administered to the students.

According to the

results, the students who received the cloze strategy
training had higher metacognitive scores.

Their

comprehension improved compared to the students in the
groups who did not receive this strategy.

The results

also showed that the effects of this training did
transfer to unfamiliar texts.

However, the

instructional effects decreased over time.

The length

of time of the instruction needs to be studied in
further research.

This information about the length of

time of instruction and its impact on children's
learning also needs to be considered when developing
curriculum (Dewitz, et al., 1983).
Metacognition is also an issue with reading
problems.

Poor readers often fail to use metacognitive

skills to aid their reading comprehension (Short
Ryan, 1984).

Short and Ryan (1984) designed an

&
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intervention program to remediate these failures.
program consisted of two main components.

The

Story

grammar training was used to increase comprehension,
and attribution training was used to increase awareness
of effort in efficient reading.
involved.

Three groups were

One group received only the story grammar

training, one group received the attribution training,
and the third group received both.

A fourth group

provided a control group and only took part in the
post test assessment.
From the results of this study, the story grammar
training was effective.

Story grammar training alone

or paired with the attribution training produced gains
in comprehension.

The poor perf9rmance on the

attribution only training was due to the fact that
students were not familiar with this type of
questioning.

Also, no pretest was given to determine

initial differences of all students involved.

If this

pretest (prior knowledge) information were part of the
analysis it would make the comparisons between good and
poor readers more appropriate (Paris, et al., 1984).
From the above studies, one might conclude that
implementing a form of instruction outside of the
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regular curriculum does improve reading comprehension.
Limitations of the studies
tentative.

makes final conclusions

overall, adjunct curriculum can result in

increased comprehension achievement {Paris, et al.,
1984).

However, some researchers believe teacher

explicitness during instruction in regular curriculum,
rather than in adjunct curriculum, will bring about
better results in reading comprehension.

The next

section of this paper will discuss research that has
occurred in a more naturalistic setting within
the regular curriculum.

Naturalistic Environment and Teacher Explicitness

Investigating within a more naturalistic environment
was the focus of some researchers.

A naturalistic

environment is when instruction is provided within the
constraints of the regular classroom curriculum.
Duffy, Roehler, Meloth, Vavrus, Book, Purnam,

&

Wesselman {1986) wanted to demonstrate that classroom
teachers could provide instruction to increase reading
awareness and achievement by working within their
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existing reading program.
teacher was emphasized.

The strategic role of the
The purpose of the study was

to identify effective instructional practices which
might lead to improved comprehension.

The teachers

were to focus on the mental processes children should
use during instruction of lessons.

The findings

indicate that, with training, teachers can become more
explicit in explaining how to use reading skills as
strategies, and that explicit explanations result in
greater student awareness (Duffy, et al., 1986).
However, it is not clear from the results of this study
if student awareness translates into strategic use of
skills when reading.
An issue of concern is the effect that teachers'
explicit explanations.during instruction have on the
strategic awareness of students.

Duffy, et al., {1986)

designed this study to focus on teachers• instructional
explanations of curricular content and to see whether
the explicitness of what teachers say is associated
with awareness and achievement outcomes.

After the

baseline observation, the form of measurement that was
used indicated that teachers in the treatment group
were rated significantly higher in explanation than the
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control group.

The form of measurement used was a

rating instrument developed by the researchers.
The results of this study may involve several
limitations.

At the end of the study teacher

interviews were conducted.

These interviews revealed

that several teachers did not consistently use explicit
explanations in their teaching.

They had trouble

committing themselves to teaching skills through
strategies.

Several reverted back to routine teaching

and student memorization of skills.

They found it

difficult to analyze tasks and describe to students the
thinking associated with strategies.

Also, it was

difficult to be flexible in their routine.

Some of

the teachers even said they only.used explicit
explanations on the days they were observed.
A measurement was used to determine if teacher
explicitness made a significant difference in students'
awareness of reading strategies and in turn led to
greater achievement.

A rating instrument developed by

the researchers served this purpose.

The results

suggest that treatment teachers improved their
explanation behavior significantly.

However, the

researchers failed to relate the explicitness of
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teachers' explanations to changes in students'
awareness.

It was not clear if more detail in

instruction improved metacognition of the students.
Duffy, Roehler, Sivan, Rackliffe, Book, Meloth,
Vavrus, Wesselman, Putnam, & Bassiri,
the Duffy, et al.,

(1987) replicated

(1986) study with some changes.

The

measure of teacher explicitness was one element of the
study that was slightly modified to consider recent
descriptive findings about explanation (Duffy, Roehler,
Meloth, & Vavrus, 1986).

Once again the treatment

teachers were found to be more explicit than the
control group in explaining the mental processing
associated with using reading skills as strategies.

As

in the first study, it is not known whether
improvements in awareness were related to explicit
explanations.

A 44 point scale determined performance

of the teachers and the range of scores was between 9
and 21.

This suggests that the level of teacher

explicitness was low for all the teachers involved.
It appears that most teachers and most reading
materials do not provide any explicit instruction on
how to read (Durkin, 1981; Duffy, et al. 1987).
teacher says and the way that it is presented are

What a
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considered to have a direct effect on students' reading
awareness.

The purpose of providing explicit

instruction is to develop greater awareness for the
students.

In both studies (Duffy, et al., 1986;

Duffy, et al., 1987) no relationship between teacher
explicitness and students' awareness was found.
Treatment teachers need to consistently use instruction
they have learned in their training.

Strategy Instruction

Duffy and Roehler (1987) believe that reading
involves the use of strategies and not the unconscious
use of a set of skills.

From their research, Duffy and

Roehler suggest that teachers do what they can in their
classrooms to provide conditions to develop strategic
readers.

As discussed in the first section of this

review, Existential Descriptions, basal textbooks often
prescribe the skills to be taught as well as the way
they are to be presented.

This method does not allow

for students to become strategic since it does not
allow for any strategy instruction to take place.
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Duffy, Roehler, Meloth, Polin, Rackliffe, Tracy,

&

Vavrus {1985) found in a study of skill instruction
that students viewed reading as a strategic process and
used skills strategically when teachers explained how
skills are actually used.

The students were more apt

to use strategies to remove blockages in text than
follow some automized procedure.

"Strategies are plans

readers use flexibly and adaptively, depending on the
situation.

Skills, in contrast, are procedures readers

overlearn through repetition so that speed and accuracy
are assured every time the response is called for"
{Duffy, et al. 1985, p. 415).

This is important to

understand when providing instruction for students.
The goal is to help students think consciously about
their reading and be £lexible with various text
situations.
Duffy and Roehler believe there are several
different strategies that good readers utilize.

They

believe good readers often make predictions about a
text before reading.

Good readers think about what

they already know about the topic, and how it might
relate to themselves.

Good readers also use repair
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strategies.

When readers realize something does not

make sense or does not fit in, they problem solve so
they can continue to read and understand.

Duffy and

Roehler {1987) do not want it to be interpreted that
skills should not be taught.

They conclude that the

students will benefit if skills are taught as
strategies.
Duffy and Roehler {1987) offer some suggestions as
to how to teach skills as strategies.

Their purpose is

to aid teachers in implementing strategy instruction.
A strategy should be presented in a real reading
context.

At this time the teacher describes, models,

and provides feedback.

The teacher also demonstrates

alternative ways to solve problems while reading.
When modeling, the teacher should talk out loud about
exactly what is being done so the students know the
mental processes that are needed.

The teacher needs to

provide guidance early on in the instruction, but then
needs to gradually put the responsibility on to the
students.

By following these guidelines students can

be more conscious of the reasoning that takes place
while reading.

25

Duffy, Roehler,

&

Herrmann {1988) believe that if

a teacher models mental processes as part of the
instruction, poor readers will become more strategic.
As with any new learning, it is helpful if a task is
demonstrated.

This includes the observable features of

reading as well as the invisible mental processes
which are involved.

This is often referred to as

mental modeling {Duffy, et al. 1988).

When using

mental modeling, it lessens the chance that the
instruction will be misinterpreted.

The more explicit

the information is, the better chance there is that
children will understand how reading works.
Mental modeling is when the teacher makes the
cognitive activity visible to the students.

According

to Duffy, et al. , {19-88) the issue of placing the
responsibility on the students
considered.

needs to be

During reading instruction, it is often

the teacher who decides what prior knowledge to discuss
and what questions to ask during or after reading.

The

teacher is in control of the reasoning that takes place
during instruction.

In order for students to get the

most out of text, the control needs to be shifted so
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the responsibility of reasoning is on the students.
The students need to have metacognitive control so
they can independently comprehend.

Mental modeling of

how good readers make sense out of text is a way to
reach this goal.
Pearson (1985) labels this shift of responsibility
"the gradual release of responsibility'' (Pearson, 1985,
p. 726).

He believes that students come to instruction

with their ideas about reading and the topic at hand
already established.

The teacher needs to provide the

opportunity for students to express their ideas so they
can complement their existing knowledge.

The teacher's

responses and mental modeling that are then provided
during instruction will gradually help students to
better understand the mental thought processes involved
in reading.
Based on research, Davey (1983), also has the
belief that modeling will help poor readers become
better readers.
Verbalizing thoughts while reading gives the poor
reader an idea of how to cope with problems that occur
during reading.

Davey (1983) refers to verbalizing

thoughts as think alouds

(talking out loud about the
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process which is being done).

Previous research (Bruce

and Rubin, 1981; Gagne and Momory, 1978; Levin, 1973;
Witte, 1978; Maria and MacGinitie, 1980; Spiro,
1980;Baker, 1979; DiVesta, Hayward, & Orlando, 1979;
Owings, Petersen, Bransford, Morris,

&

stein, 1980;

Paris and Myers, 1981; Bransford, 1979; Brown, 1982;
Brown, Campione, & Day, 1981) has identified five weak
points of poor readers.

They include hypothesizing

about the text before reading, producing mental images
during reading, using prior knowledge, monitoring the
level of understanding as they are reading, and knowing
how to fix up problems encountered during reading.
Being aware of these

points and using focused think

alouds during instruction can enable teachers to model
the thought processes needed to overcome these weak
points.

The combination of teacher modeling and

student practice of cognitive processes through think
alouds will move the students in the direction of
becoming a better reader.
Naturalistic studies have been designed to
identify instructional practices which would lead to
effective reading comprehension.

It has been suggested

by researchers (Duffy, et al. 1987) that naturalistic
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experiments do produce improved results.

The

researchers believe that it is the interaction of the
teachers and students within the classrooms that
provides

the information necessary for their research

as opposed to implementing adjunct curriculum.

When

comparing the results of the adjunct programs to that
of naturalistic, advantages and disadvantages exist for
each.

student Awareness

It is believed, based on research, that reading
comprehension can be improved by_ increasing a student's
awareness of cognitive operations (Raphael & Pearson,
1982; Day, 1980; Garner, Wagoner

&

Smith, 1983; Paris,

Newman, & Mcvey, 1982; Raphael & McKinney, 1983).
According to Paris, Lipson, & Wixson (1983), a child
needs not only to be aware of declarative and
procedural knowledge, but also conditional knowledge.
Declarative knowledge is defined as "knowing that"
(Paris, et al. 1984, p. 1241), such as knowing that a
title can lead to a clue to the topic of the story.
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Procedural knowledge is "knowing how" (Paris, et al.
1984, p. 1241),
a passage.

like knowing how to summarize or skim

Conditional learning deals with learning

when and why certain strategies should be used.

Based

on these beliefs, an instructional study was designed
to help students become more aware of comprehension
strategies entitled "Informed Strategies for Learning"
as explained previously (Paris, Cross, & Lipson, 1984).
According to the researchers, this study demonstrated
that students can be taught the existence and use of
reading strategies.
Paris and Jacobs (1984) designed a longitudinal
study that was part of the research based on the Paris,
Cross,

&

Lipson, (1984) study .

.A structured interview

was given to provide.data about children's reading
awareness in conjunction with the "Informed Strategies
for Learning" instruction.

This study took into

consideration the quality of responses.

A scripted

interview was used to allow for a quantitative and
qualitative analyses of a child's reported knowledge
about evaluation of the reading task and that child's
own abilities, planning to reach a reading goal, and
regulating reading through the use of monitoring
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strategies (Paris & Lindauer, 1982).

The results

suggested that there were significant links between
awareness and comprehension but the correlation was
modest.

Although data did support this correlation,

the researchers believe that awareness can be measured
in a variety of ways and other research may be needed
to increase their understanding.

Awareness can be

influenced by many factors such as age, intelligence,
and background.

These factors could account for why

the control group showed some change in awareness also.
A large body of evidence reveals that poor
readers do not skim, scan, reread, integrate
information, plan ahead, take notes, make inferences,
and so forth as often as more skilled readers (Anderson
&

Armbruster, 1982).

These are all considered to be

metacognitive strategies.

Good readers are able to

detect and repair their own comprehension difficulties.
Young and poor readers have a limited understanding of
reading and need to

be aware of the reasoning involved

in reading. It would be to the students' benefit if
teachers allow for instruction to assist readers in
improving their monitoring skills.
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Good readers are capable of selecting and using
appropriate

strategies to monitor their comprehension

while reading.

In other words, the students are

actively involved in the comprehension process.

Many

research studies have suggested that metacognitive
awareness is characteristic of good readers (Paris, et
al. 1983).

Due to this research, Schmitt (1990)

developed a way to evaluate students• awareness.
in the form

It is

of a multiple choice questionnaire

entitled the Metacomprehension Strategy Index (MSI).
This evaluation tool provides one way to identify how
strategically aware students are.

The results can

help teachers focus their instruction on the areas that
the students are lacking.

This ~ould help to provide

appropriate interventions to assist students in
becoming more strategically aware.

Conclusion

A child's metacognitive awareness is influential
in understanding reading.

There have been many types

of interventions provided to facilitate awareness.
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These interventions have included training of teachers
as well as implementing different materials.

This

paper has investigated the effectiveness of instruction
dealing with metacognition.

Based on the research

reviewed, the teacher's role and the instruction
provided by the teacher has an effect on the students'
awareness.
Research dealing with instruction as it exists in
classrooms supports the idea that there is little if
any strategy instruction provided.

Growing awareness

of this has led some researchers to develop studies to
investigate ways of implementing curriculum to
emphasize

metacognitively-based comprehension

strategies to increase comprehension achievement.

The

studies addressing the issue of implementing an adjunct
curriculum did determine that children can be taught
the existence and use of reading strategies through
informed instruction.

From these studies as well as

others, one could conclude that implementing a form of
instruction outside of the regular curriculum does
improve reading comprehension.
Some researchers felt that it would be more
beneficial for the students if there were no added
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instruction, but the existing instruction be made more
explicit.

A more naturalistic environment was the

focus of these researchers.

Many of the studies were

designed to identify instructional practices which
would lead to effective reading comprehension.

It has

been suggested from the research that these
naturalistic practices such as mental modeling and
think alouds do produce improved results. A key to
reading comprehension is metacognitive awareness.
Promoting and encouraging students to reason and
become more strategic while reading will help them to
become proficient readers.

Teachers need to also be

kept informed of instruction they can provide to
facilitate this awareness.
In conclusion, research suggests that the type of
instruction implemented and the way it is dealt with in
the classroom strongly influences metacognition in
reading comprehension.

This is a connection between

instruction and metacognition.

Future instructional

research should focus further on the relationship
between the two.

This research should continue to

develop tasks that will externalize students' awareness
and use of strategies.

Such research should use
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appropriate forms of measurement to ensure validity of
results.

Also, the research should consider the

strategic role of the teacher.

This can help to build

a bridge between research and practice.

Implications for Teachers

When looking at all the research that exists, one
could conclude that a classroom teacher does play a
very important role in a student's reading
comprehension.

Good readers are strategic (Anderson,

Hiebert, Scott,

&

Wildinson, 1985).

Classroom teachers

need to create an environment in which children learn
to use reading strategies.

Strategies aid children to

develop reasoning while reading.
As opposed to adding something extra to the
curriculum to meet the goal of reading comprehension,
it is more practical to implement change within the
naturalistic setting of school.

Using the existing

curriculum and applying certain instructional
techniques can be beneficial for students'
comprehension.

For example, the explicitness of the
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teacher while instructing can help students think
consciously about their reading. Reading is often
thought of as a silent process, and thoughts while
reading are not usually shared.

If a teacher can model

out loud the thought processes involved while reading,
students can become more aware of the reasoning that
takes place. When a teacher is implementing strategy
instruction, there are several factors which should be
kept in mind.

1.

They are as follows:

A strategy is presented in a real context of
reading.

At this time the teacher describes,

models, and provides feedback.

2.

The teacher· also models alternative ways to
solve problems while reading.

3.

While modeling, the teacher should talk out
loud about exactly what processes are being
done so the students know the mental processes
that are needed.
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4.

The teacher needs to provide guidance early on
in the instruction, but then needs to
gradually shift the focus of responsibility on
to the students.

Teachers verbalizing their own thoughts while
reading is known as mental modeling (Duffy, 1988).

A

teacher is promoting metacognitive awareness by making
explicit the reasoning that takes place during
comprehension.

Also, the teacher needs to ask students

to express their understanding of their thought
processes so additional information can be provided if
needed.

In other words, the teacher needs to monitor

what the students know and do not know and focus
instruction around the unknown through the vehicle of
the known.
Davey (1983) refers to verbalizing thoughts while
reading as think-alouds.

More specifically, Davey

suggests five techniques of skilled readers that should
be modeled while doing think-alouds.

They are

(1)

predicting, (2) visualizing, (3) prior knowledge, (4)
monitoring, and (5) self correction.

Teachers should

begin by modeling these techniques and then encourage
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the students to model their cognitive processes.

This

leads students to become independent strategic readers.
Teacher modeling as well as student practice
through think-alouds can be motivating for students.
It allows them the chance to experience effective
reading comprehension.

Applying instructional

techniques such as these can be beneficial for all
involved.

Using these approaches within a more

naturalistic setting allows teachers to be flexible
within their classrooms and apply techniques to all
areas of the curriculum.

Using opportunities across

the curriculum will help create strategic readers.
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